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Abstract
The aim of the article is to show how the philosophy of the multi-dialogical kindergarten is put into practice. The article presents 
a case study which demonstrates children's participation in planning and guidance of kindergarten activities. It illustrates how 
attentiveness on the part of the kindergarten teacher leads to the development of the learning content on the basis of the interests
of the child. Attentiveness is fundamental to the multi-dialogical approach. The result is peer study in which the children learn to 
provide and accept feedback. All of these are elements of the multi-dialogical approach in kindergartens.
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1. Introduction
(For ease of reading, 'he' and 'him' refer to both masculine and feminine). 
One of the aims of pre-school education is to allow the children to develop and grow in order to integrate 
successfully in their community, with the ability to judge and to think critically and independently, using curiosity 
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and initiative. The basic presumption of multi-dialogical education is that children who learn about their world from 
a point of internal interest will develop to become just such a person.
In a traditional kindergarten dialogue is only expressed in speaking. In a multi-dialogical kindergarten, dialogue 
includes discourse, observation, peer guidance by the children, as the children give and receive feedback to one 
another.  
The children and the kindergarten teacher plan activities that stem from the children's ideas. The assumption in a
multi-dialogical kindergarten is that the child who learns about his world to satisfy an inner interest will develop to 
become an independent and integrated person (Efrat & Firstater, 2014; Lasri, 2004; Tauber, 2008).
The principles of the multi-dialogical kindergarten approach propose that the children’s curriculum and activities 
are determined through negotiation with the children, and through cooperation with them. The role of the teacher is 
not to teach but to guide the children, after examining with them what interests them. The foundation for the 
kindergarten curriculum is the children’s knowledge and areas of interest, which the teacher should identify by being 
attentive to them, guide them to achieve insights by themselves, developing their autonomy and their leadership 
abilities, encouraging the development of different opinions, and conducting reflection and negotiation.
This theoretical and philosophical educational approach is based on the theories of Socrates, Buber, Dewey, 
Freire, Rogers, Gardner, Vygotsky and Feuerstein. What is common to all these scholars is their support for 
education based on dialogue, and asking questions, being attentive and initiating discussion among equals. The 
learner, the child, is not considered an empty vessel that must be filled, but rather as a real partner for investigation 
and learning. Underlying all of these theories is the concept of dialogue and discourse. In this discourse, participants 
can exchange opinions, listen to different forms of thinking, investigate a problem in depth and understand its 
complexity, form hypotheses and present it for external critique.
This article will focus on a child guiding her peers on a subject that interests her and presents peer learning among 
kindergarten children and how they ask one another questions and request explanations, as exampled in the question 
and answer of the article title "Who are the Indians fighting against? You haven't explained that yet." In addition, the 
article relates to the feedback the children give to each other.
The significance of this article exists on two main levels: the first – using the multi-dialogical approach the aim of 
which is to allow the children the freedom to learn, to turn them into researchers and innovators, independently 
involved in their own learning. The children serve as sources of knowledge for each other and learn how to give each 
other feedback. The second level is that the children deepen their own knowledge in their areas of interest and this 
constitutes the basis for their learning.
2. Literature review
The dialogical education approach argues that optimal learning is performed when it stems from the child’s 
internal curiosity and is connected to their strengths (Hecht & Ram, 2008). The role of the educator is to help each 
child to learn according to his interests. The decisions of the educator and construction of a curriculum are derived 
from the teacher’s attentiveness to the children and the sharing of these decisions with them (Lasri, 2004; New, 
1998).
2.1. Attentiveness as the basis of the approach
Two of the main goals of the multi-dialogical kindergarten are to develop life skills and social-communicational 
abilities. Salient among them are abilities and skills such as caring and consideration of others while safeguarding 
children's personal rights, cooperation and attentiveness to new ideas, critical observation of things and ability to 
cope with conflicts, ambiguous situations and frustration, as well as the ability to control and postpone instant 
gratification (Aloni, 2008; Malaguzzi, 1998). The main hypothesis in multi-dialogical education is that a child, who 
realizes his inner world through internal interest, will grow to be this kind of person, since he has acquired the 
abilities to reach learning conclusions by himself (Efrat & Firstater, 2014; Lasri, 2004; Tauber, 2008).
When working according to the multi-dialogical approach, the emphasis is on attentiveness to children’s ideas, 
and the discourse is based on them (Efrat & Firstater, 2014; Jhong, 2008). Attentiveness is a significant concept in 
the approach as it is used as the basis for dialogue. Therefore, it cannot be comprehended as “listening on the way to 
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acquiring knowledge”, but rather as a reflective process aimed at thinking about new meanings, making connections, 
and discovering new concepts (Clark, 2005). This study adds another level to the understanding that this pedagogy 
has many faces and all are attentiveness-based. There is an inner-attentiveness or inner-reflection; there is 
attentiveness to the many languages spoken by children, and there is the open attentiveness which is created by 
documentation and interpretation by the educators, to the deepening of mutual learning between them and the 
children. In other words, documentation enables open attentiveness on the way to building meaning. In practice, 
documentation can be executed by many ways such as writing, photographing, recording or any other means, and 
this  is done by both the kindergarten teacher and the children, and in this way, their mutual learning becomes 
available and accessible for all of them (Rinaldi, 2005). In any event, three main questions are raised, to which 
educators deal with in regard to their attentiveness: first, how do we, as educators, have the ability to assist children 
in finding meaning in their experiences? Second, how do we, as educators, have the ability to assist children in 
finding meaning in what they encounter? Third, how do we, as educators, have the ability to assist children in 
finding meaning in what they are doing? (Rinaldi, 2005).
Young children convey and express themselves in many unexpected different ways (Bae, 2009); they can express 
themselves through actions, drawing or through other ways, not considered by the kindergarten teacher, as long as 
the teacher does not restrict their thinking, but rather hears them and conducts dialogue about their ideas (Jhong, 
2008). Therefore, the kindergarten teacher should develop the ability to hear children, to observe them and to 
interpret their body language. In order to assist them in expressing themselves, she should respect their life 
experience and try to understand their way of thinking and intensions. In addition, while hearing the children, she 
should pay attention to their acts and the verbal communication between themselves. Through this attentiveness 
children learn to express themselves (Bae, 2009).
2.2. Children's participation in planning and guidance of kindergarten activities
The process of planning the activities and the learning is a significant part of the kindergarten teacher (Harkonen, 
2002; Ojala, 2010). In order to include the kindergarten children in that process, she should understand how children 
think and what their points of view are (Pramling-Samuelsson & Sherdan, 2003). Importantly, combining the 
children’s points of views in the planning, execution and evaluation of activities and learning within the kindergarten 
should be done with them and not over them (Leinonen & Venninan, 2012); specifically, the ability to recognize the 
children’s point of view and focus on their world and their way of thinking, enables the dialogue and the inclusion of 
children in planning and in their learning (Emilson & Johansson, 2009; Pramling-Samuelsson & Sheridan, 2003).
Children’s participation in planning kindergarten activities creates interaction between all participants in the 
educational act: the children, the teacher, and the educational environment (Pramling-Samuelson & Shridan, 2003; 
Woodhead, 2006). Nevertheless, it can be argued that a trust pattern between children and teacher is the basis of the 
approach in which children plan kindergarten activities. In order for this to happen, children should communicate 
with the teacher in an optimal way that originates from basic trust and from the clear knowledge that she trusts their 
abilities (Thomas, 2002). 
In the multi-dialogical approach, children learn to take part in planning their activities and their learning (Efrat & 
Firstater, 2014). In practice, children's participation is observed in daily involvement in the kindergarten routine, as 
well as larger things, such as leading research processes and kindergarten projects (Clark, 2005; Leinonen & 
Venninan, 2012). It is important to emphasize that children’s exposure to, and their involvement in the research of
new ideas and new points of view gives meaning to their ideas, and is created through dialogue, in a meaningful 
research and learning process, in which children are involved. It does not deal with their memorizing the information 
but rather with advancing their understanding (Fisher, 2007). In the context of the current study, it is important to 
state that the ability of children to be active individuals in their groups requires practice and experience (Leinonen & 
Venninan, 2012); which will become possible in the event that their voices are recognized and respected (Hill, 
Davis, Prout & Tisdall, 2004; Sinclair, 2004).
The development of communicational-social skills in kindergarten children is connected to the way the teacher 
respects children and believes in their abilities to lead, plan and be a part of their learning. This has great influence 
on children in the present and in the type of adults they will grow up to be in the future (Smith, 2002). It suggests 
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that children’s participation process in planning activities in the multi-dialogical kindergarten is based on the 
teacher’s significant role, which is manifested by observation, which is part of her attentiveness to the children, and 
by supporting their social skills (Berthelsen, 2009). Therefore, it can be argued that children's participation in 
planning their activities and their learning in the kindergarten, is a personal experience in which they gain in social 
abilities such as listening and involvement, expressing personal opinions, acquiring methods to learn, to share their 
experience with their peers, to practice daily decision making, to conduct negotiation, to learn to wait for their turn, 
and to share with friends (Clark, 2005; Leinonen & Venninan, 2012; Venninen, Leinonen & Ojala, 2010). It is 
important to consider that all children can participate in their learning; it depends solely on the teacher’s approach 
and to which extent she allows it (Nyland, 2009). If opportunities for participating in planning their own activities 
and their own learning do not become available by the actions of the teacher, children will not choose to do this by 
themselves (Emilson & Johansson, 2009). 
2.3. Children's feedback as an integral part of activity guidance in the kindergarten
For children to become responsible partners in their learning according to the multi-dialogic approach in the 
kindergarten, they must acquire the ability to initiate, plan, and guide activities for the entire kindergarten 
community, where feedback is an integral part of the activity, and, in fact, is a part of discourse circle. In practical 
terms this means that the children learn to give non-judgmental feedback to their peers at the end of each activity, 
with the goal of learning and further building from it, and where the kindergarten teacher is also modelling such 
feedback to them (Efrat & Firstater, 2014). It is important to consider that feedback plays a significant part in peer 
study, and is given in order to improve children's efforts and their future learning (Topping, 2005). In addition, such 
feedback enables the partners (children and teacher) to propose how things should be done differently in their 
opinion (Mercer & Littleton, 2007), in addition to learning to see the other and to complement a friend (Efrat & 
Firstater, 2014). The current study adds another level to the understanding that positive feedback has significant 
consequences which are reflected in the development of children’s communicational and social skills; because, when 
expressed in the right way, the feedback can socially advance both the child providing the feedback and the child 
who is receiving it, and can also improve self-esteem. Thus, it can be stated that children learn and understand 
realities around them through dialogue (Sadeghi, 2008). This understanding is important to the education process 
they undergo in the multi-dialogical kindergarten and can be acquired by the feedback children learn to grant (Efrat 
& Firstater, 2014).
2.4. Peer study as a dialogue
Research findings have indicated that effective peer study is possible in young; kindergarten aged children 
(Fuchs, Fuchs, Mathes & Simmons, 1997; Mathes, Howard, Allen & Fuchs, 1998). One of the main multi-dialogical 
approach’s aspects is peer study (Efrat & Firstater, 2014). This type of study is defined as knowledge and skills 
acquisition, by assistance and support from equal-status participants, with the goal of sharing and helping each other 
to learn (Topping, 2005). In a more specific way, it can be explained that, during peer study, which is also mutual 
learning, the value of self-responsibility is reflected in each of the participants, along with a purpose defined by the 
peer group (Buchs, Butera & Mugny, 2004).
Trust and reciprocity are two central concepts in this type of learning. This study adds another level to the 
understanding that peer study is based on reciprocal-relations between participants, where, in fact, children and 
educators are active in their learning process, and group success originates from their efforts (Topping, 2005). In 
addition, the emotional side, based on trust between participants that leads to group consolidation, with no 
authoritative and managerial acts by any of them, must also be considered (Topping, 2005).
The direct result of peer study is reflected by the development of participants’ life skills. Peer study encourages 
social and communicational acts between its participants intensify their learning and strengthen their emotional side. 
In practice, from a communicational-social point of view, it contributes to the development of talents such as 
attentiveness, independence, mutual assistance, consideration, cooperation, acceptance of new opinions and their 
exploration, the ability to grant and accept feedback, and the ability to initiate and lead the peer group. Moreover, the 
confidence and self-acceptance, as well as the motivation and loyalty to the group, the ability to value and cherish 
177 Molly Efrat /  Procedia - Social and Behavioral Sciences  209 ( 2015 )  173 – 179 
the learning partners, and the sense of belonging to a unified meaningful group, indicate that peer study can 
contribute to its participants’ emotional development. In addition, group members’ ability to enjoy and go deeply 
into the investigated or debated subject, during peer study, their skill in reaching a more abstract level of thinking, 
also indicate educational development (Cohen, Kulik & Kulik, 1982; Johnson & Johnson, 1986; Rohrbeck,
Ginsburg-Block, Fantuzzo & Miller, 2003; Sharpley & Sharpley, 1981; Slavin, 1990; Topping, 2005). 
2.5. Basic theoretical perceptions in dialogical education
The ideas behind the dialogical approach in education, especially the term “dialogue” are well known through 
history and within philosophical theories. In the fifth century BC, the Greek philosopher Socrates defined the 
dialogue as conversation, conducted with the purpose of developing self-thinking (Cohen, 2008). The philosopher 
Buber, defined dialogue as a situation allowing a person to acknowledge himself through contact with another, 
aiming for the creation of partnership on the way to reaching the truth (Buber, 1980). Dewey, a twentieth century 
educational philosopher, an educator himself, and one of the designers of progressive education, referred to dialogue 
as negotiation between an individual and society (Cohen, 1983). Rogers, a twentieth century psychologist, writing in 
the 1950s, saw the dialogue as a meeting between equally-valued people (Lavie, 1978; Rogers, 1977). Freire, a 
twentieth century educator, declared that dialogue is an equality-based discourse between educators and learners 
which is based on mutual respect and originates from the learner’s life (Gur, 2007). According to the multiple 
Intelligences theory developed by the psychologist Gardner, dialogue refers to recognizing strong intelligence within 
a child and nurturing it (Gardner, 1996). 
Vygotsky, a developmental psychologist, and Feuerstein, a professor of educational psychology, have contributed 
to the term “mediation”. Vygotsky developed the “zone of proximal development” and Feuerstein expanded this 
theory into his “mediated learning” theory (Feuerstein, Klein & Tenenbaum, 1991). In this chapter, we will detail 
these theories and philosophies and their affinity to education and dialogue.
At this time, research is being done. The aim is to examine the development of children’s social-communicative 
patterns, such as initiative, leadership, discourse, and the ability to give and receive feedback in a multi-dialogical 
kindergarten.
The research question asks what unique social, behavioral and interpersonal communicative patterns occur among 
the kindergarten children in a multi-dialogical kindergarten.
Table 1. Research methodology.
Paradigm Mixed-methods
Approach Constructivist
Research Design Two Stages:
Stage 1: Qualitative ethnographic
Stage 2: Quantitative
Population Stage 1a: 25 kindergarten children
Stage 1b: 15 kindergarten teachers
Stage 2: 80 kindergarten teachers
Research Tools Stage 1a: Videotaping, participant observations;
Stage 1b: Open ended questionnaires
Stage 2: Closed questionnaires devised from the categories that emerged from the content 
analysis of the qualitative part of the research
Hypotheses A positive correlation will be found between education using the multi-dialogical approach in 
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kindergartens and the development of social communicative behaviour patterns.
Data Analysis Stage 1: Qualitative content analysis
Stage 2: Quantitative statistical analysis
Ethical Considerations Discretion, anonymity, informed consent form, blurring faces in films.
Our hypothesis is that a positive association will be found between the multi-dialogical approach in kindergartens 
and the development of social-communicative patterns in the kindergarten children.
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